The current English Language Teaching (ELT) global coursebook market has embraced content and language integrated learning (CLIL) as a weak form of bilingual education and an innovative component to include in General English coursebooks for EFL contexts. In this paper, I investigate how CLIL is included in ELT coursebooks aimed at young learners, available to teachers in Argentina. My study is based on the content analysis of four series, which include a section advertised as CLIL oriented. Results suggest that such sections are characterised by (1) little correlation between featured subjectÁspecific content and school curricula in L1, (2) oversimplification of contents and (3) dominance of reading skills development and lower-order thinking tasks. Through this study, I argue that CLIL components become superficial supplements rather than a meaningful attempt to promote weak forms of bilingual education.
Introduction
Although the integration of curricular content and second language learning has always been at the heart of bilingual education (Cummins 2008; Lotherington 2005) , it is currently associated with content and language integrated learning (CLIL), an umbrella approach that involves diverse models at different levels of education (Coyle, Hood, and Marsh 2010; Dalton-Puffer 2011; Ruiz de Zarobe and Jiménez Catalán 2009 ). Due to the growing interest in and uptake of CLIL (Kiely 2011; Pérez-Cañ ado 2012) , the current English Language Teaching (ELT) global coursebook market has embraced it as an innovative component for general English coursebooks for EFL contexts.
However, the content side of CLIL rarely corresponds with students' L1 curriculum. CLIL is used as a brand name to add value to General English coursebooks. In this article, I investigate how CLIL is included in four ELT coursebook series for teenagers available to teachers in Argentina as an example of how language-driven CLIL, as a weak form of bilingual education, operates in EFL contexts. This article is based on the content analysis of CLIL components in four series marketed for use in secondary education in Argentina.
Review of the literature

International coursebook production
Despite a growth in online resources, coursebooks still dominate the ELT market despite arguments around their benefits and shortcomings (Tomlinson 2012) , and principles for coursebook development have become more sophisticated (Tomlinson 2003 (Tomlinson , 2010 (Tomlinson , 2012 Tomlinson and Masuhara 2010) . Regarding principles and practices for coursebook production, Tomlinson (2012, 152) points out that authors of coursebooks do not necessarily seek originality since some authors report 'replicating previous materials'.
Replications are usually found at the level of coursebook topics. Based on the content analysis of three international General English coursebooks, Gray (2010, 53) asserts that coursebooks have a tendency to resemble each other 'not only in terms of format and methodology but also in terms of content'. Coursebook topics may be deemed as bland, trivial and irrelevant (Banegas 2011b; Bell and Gower 2011; Tomlinson 2012) . In a study of five ELT coursebooks for adults, Tomlinson et al. (2001, 87) agreed that 'the topic contents of many of the units, in many of the courses, are distinctly trivial for adult learners'. Even when more complex topics are included, these are featured in courses targeted at advanced learners. For example, Jacobs and Goatly's (2000, 261) investigation of the treatment of ecological issues in coursebooks suggests that these 'occur less often in coursebooks for lower proficiency students'.
In relation to types of topics, Cook (1983) originally suggested that language teaching should include another academic subject, student-contributed content, language, literature, interesting general facts and culture. While some of these areas anticipated CLIL, culture was envisioned as a detached entity from academic subjects. Gray (2010) remarks that when 'culture' appeared in ELT coursebooks, it meant general historic-political facts about the UK and the USA, or overgeneralisations about cultural customs in those countries. It seems that there has been little progress in this respect. Based on content analysis of ELT coursebooks used in Argentina, López Barrios (2008) found that global coursebooks feature trivial as well as unrelated topics that highlight a disregard for sequence or organisation. Similarly, Moirano (2012) examined three coursebooks used in three different secondary schools in Argentina and concluded that topics were usually related to daily life, and culture-related topics were associated to the USA or UK or did not address Argentinian students' cultural needs and context. This may show that inner circle countries (Rajagopalan 2004) are still portrayed as cultural and linguistic models in ELT, and that publishers, as Ballman (1997) claims, need to produce coursebooks that are contextualised in learners' experiences. Tomlinson (2012) adds that global coursebooks are not cognitively engaging or relevant for the contexts in which they are used. International series are also incompatible with local curricula as they feature predetermined content matter formed according to other contextual realities (Maley 2011) . In response to this issue, Bell and Gower (2011, 136Á137) explain that international coursebooks are designed to cater for a wide range of educational settings 'no matter how suitable they are for the context' (136). However, I contend that this feature precisely makes international coursebooks unsuitable for any context as this 'one-size-fits-all' approach fails to effectively target specific learning situations. In effect, the authors define the global coursebook as 'a coursebook for a restricted number of teaching situations in all countries ' (137) . Therefore, international coursebooks may clash with bilingual education for the integration of subject matter content and language learning. That said, I shall focus on CLIL and CLIL materials.
Content and language integrated learning
Considering CLIL as an umbrella term, CLIL experts agree on the notion of a continuum (Costa and D'Angelo 2011; Coyle, Hood, and Marsh 2010) . The CLIL continuum moves from content-driven models such as bilingual education in which a school subject is taught in another language to language-driven models such as project work in which a school curriculum content is addressed by different teachers (Coyle, Hood, and Marsh 2010) . In a reflective article about content and language in bilingual education, Leung (2005) places the different varieties of CLIL as manifestations of the many configurations found in bilingual education.
Following Cummins' (1992; also Baker 2003; Lotherington 2005 ) views on strong and weak bilingual education, language-driven CLIL is considered weak bilingual education since language-driven CLIL programmes are not implemented for content learning, and additive bilingualism is not an intended outcome. In this paper, I mainly focus on language-driven CLIL models that figure predominantly in my corpus. In language-driven CLIL, lessons are taught by English as a Foreign Language (EFL) teachers (Banegas 2011a ) who incorporate content systematically into the regular EFL lesson to increase meaningful learning (Coyle, Hood, and Marsh 2010) . Such content originates in the students' L1 school curriculum, but is primarily designed to further language development. With regards to language skills, Banegas (2013) observed that students in a secondary school in Argentina preferred listening and speaking opportunities in their language-driven CLIL lessons.
According to Evans, James Hartshorn, and Anderson (2010, 141) , languagedriven CLIL features the 'frequent use of content for language practice'. However, such content is normally superficial and familiar to the students. In other words, language learning is prioritised and content learning is incidental. As a reaction to this practice, Coyle, Hood, and Marsh (2010, 96) warn that 'CLIL programmes are not about re-teaching already-learned material in another language'. With the aim of strengthening CLIL pedagogies, Coyle (1999) developed the 4Cs framework where each 'C' stands for content, communication, cognition and culture. In Coyle's approach (2007, 550) , ' [c]ulture(s) permeates the whole' framework.
Regarding the balance between linguistic and cognitive complexity in CLIL, authors (Coyle, Hood, and Marsh 2010, 31; Mehisto, Marsh, and Frigols 2008, 154Á 155; Reiss 2005; Yassin et al. 2010 ) employ Cummins' Basic Interpersonal Communication Skills (BICS) and Cognitive Academic Language Proficiency (CALP), and Bloom's revised taxonomy (Anderson and Krathwohl 2001) . While BICS are connected with a social environment and familiar situations, CALP posits the students' broader curriculum as the focus, and involves a more complex and extended process given the lack of familiar context in its development.
In Cummins's view, the integration of language and content should progressively move from cognitively undemanding or low-order processing tasks such as recognising and context-embedded activities (BICS) to cognitively demanding tasks such as critiquing and context-reduced activities so that learners gradually manage curricular load (CALP) and language in equal measure. Kong and Hoare (2011) found that when depth of content processing and language proficiency intersect, the former may enhance students' cognitive development if it is scaffolded through higher-order tasks. Results showed that more complex content matter led to more engaged students, who could use language to reproduce knowledge, including subjectmatter discourse. Consequently, materials for the CLIL classroom should cater for language and content learning through cognitively engaging activities and sources.
CLIL materials
The dearth of context-responsive CLIL materials may be evaluated as one of the major drawbacks educators find as it leads to a greater workload for teachers, in seeking to address this discrepancy between materials and needs (Cammarata 2009; Mehisto 2008; Ricci Garotti 2007; Vázquez 2007) .
Consequently, CLIL teachers in EFL contexts such as Argentina may use Geography textbooks originally addressed to English L1 British secondary learners, as a source to develop their CLIL lessons. The drawback of authentic materials or 'unadapted NS [native speaker] materials' (Somers and Surmont 2012, 114 ) is that they lack contextualisation as most examples are British-based, compelling teachers to produce new materials that look at the same topic in their own countries (Smit 2007) . Whilst authentic textbooks are at the appropriate age level, the higher linguistic demands may actually impede learners' content understanding (Vázquez 2007) . In relation to this concern, Lucietto (2009) adds that publishing houses will not produce CLIL materials on an international scale given the extent to which contextual factors (learners' age and cognitive/linguistic level, curriculum, educational policies, etc.) affect the materials production process. In that sense, she speculates that marketed coursebooks will continue featuring one-off activities disjointed from the school curriculum.
Coyle, Hood, and Marsh (2010) devote one entire chapter to the evaluation, adaptation and development of CLIL materials. Without specific reference to the presence of CLIL sections in general English coursebooks, the authors warn that 'the danger for CLIL is that a conventional TESOL approach to materials could focus attention only on linguistic, rather than both content and linguistic, aspects of courses, modules and units' (87). Consequently, they advocate that CLIL material designers should focus on student and teacher roles, affective factors such as motivation and anxiety and cognitive factors. In general, they assert that while the main objective of the CLIL lesson is the teaching of new concepts through familiar language, well-designed tasks could also cater for the factors outlined above. In their design, material writers are encouraged to develop tasks that promote cooperation, self-evaluation, accessibility of the input material and language progression. As for text types, they suggest (1) continuous, (2) bullet-point, (3) tables and diagrams and (4) visuals (including artwork). They encourage a balanced incorporation of such texts, and emphasise that graphic organisers, bullet-point texts or visuals are as informative as continuous texts and offer important scaffolding for complex language and content. While this classification may be useful at a surface level, teachers need to ensure that texts respond to the different genres found in other secondary school subjects. Llinares, Morton, and Whittaker (2012, 109Á153) offer a general picture of genres and text types in CLIL subjects and include the analysis of sample texts. Similarly, Filardo Llamas, González-Cascos Jiménez, and Riesco Canduela (2011) recommend that texts should be selected according to an analysis of genres, contextual features and discourse properties.
Evans, James Hartshorn, and Anderson (2010) contribute to the development of content-based materials by means of links between materials principles and curricular principles. Firstly, CLIL material writers should follow the principle of responsiveness by which the materials correspond with stakeholders' and learners' needs as well as school curriculum aims. Secondly, CLIL materials should be cohesive in terms of skills, topics, learning strategies and roles. Lastly, stability should ensure that CLIL components are systematic and coherent. Nonetheless, excessive stability may lead to repetitiveness and predictability in materials that may lead to teachers' and students' demotivation (Banegas 2012) .
While the CLIL literature abounds in suggestions for materials, little is said about the ways in which CLIL is already included in existing coursebooks.
Method
The aim of this study was to examine how CLIL is included in General English international coursebooks. To this effect, I selected four international UK-produced series with a CLIL component marketed in Argentina: My selection criteria were that (1) they are branded as featuring a CLIL approach, (2) they are targeted at teenage learners whose level of English ranges from A1 to B1 according to the Common European Framework of Reference and (3) they are widely adopted by teachers of English in state secondary education in Argentina who wish to explore weak versions of bilingual education.
My results were derived from the content analysis of the CLIL section in the student's coursebooks of the four series mentioned. According to Harwood (2010) , content analysis may include the quantification of references to a particular topic/ category or identification of content categories and calculation of space devoted to each category. Whether content analysis includes the development of categories inductively or deductively, Gray (2010) recommends that material analysis should start by offering a description of the coursebooks to be analysed and interpreted.
Procedures
As a preliminary approach to the content analysis of the four CLIL-oriented series, I first considered where CLIL was physically placed within the series and the number of pages devoted to the approach. I also compared how CLIL was advertised on the back-cover blurbs. For my content analysis, I divided data into (1) the school subjects linked to the CLIL section and (2) topics that each CLIL section features in the series. These are descriptive, inasmuch as I only reproduced what is on the page. The table also included (3) the topic units in which the CLIL section appears, (4) the correspondence between these topics and a secondary school curriculum in Argentina, (5) the type of activities according to the procedures and cognitive skills involved and the language skills they seem to cater for, (6) the type of sources of input (e.g. written texts, tables, videos, audio interviews) and (7) whether there were explicit references to grammar and vocabulary learning. I classified the activities according to cognitive skills following Bloom and Cummins and Coyle, Hood, and Marsh's (2010) hierarchy of text types, both mentioned above. I have decided to represent quantification through the actual number of occurrences and direct proportionality through percentages for comparisons across the four series, given the relatively low number of series analysed.
Results
CLIL-oriented series: general features
In terms of physical features of Series AÁD, Table 1 offers my initial approximations:
As a result of direct proportionality between the number of coursebook pages (n0100%) and those for CLIL (n0x) to represent the weighting of CLIL in each series, I obtain the following percentages: 9.52 (Series A), 6.25 (Series B), 2.94 (Series C) and 5.71 (Series D). In addition, the table shows that the CLIL section is (1) found in every two units with the exception of Series D, and (2) linked to the students' broader school curriculum in Series A and D.
Contents in the CLIL section
CLIL sections across series AÁD are associated with school subjects such as Geography or History, which are core in secondary education in Argentina. The (9) and English Language and Literature (9). Interestingly, the four series share the similarity of offering a section, which I shall summarise under 'Culture' in line with Coyle's words (2007) . This section also appears every other unit across the series and it includes topics such as general facts about the USA, the UK (Series A and B), American parks, sports, and summer camps (Series A, C and D), cities or landmarks in the UK and the USA (Series B, C and D) or topics such as education, lifestyle, fashion and social customs in Britain and the USA (Series B, C and D).
In terms of comparing the topics within the school subjects featured in every CLIL section across the series, Table 2 illustrates how responsive each series is to students' secondary school curriculum in Argentina.
In principle, Series A and B look promising in terms of correspondence between the coursebook curriculum and the Argentine official curricula even when these series are not localised or targeted to the Argentine market exclusively. Nonetheless, while Series AÁD are for teenagers, topics are presented as if targeted to primary school students. For example, in Champions Starter (Series C), one of the topics is 'muscles' and it appears under 'Biology'. In the reading input for the unit students learn that 'Muscles are very important. Muscles help you do everything' (67). Another example to serve my purpose may be found in Series D. In Upbeat Intermediate one of the topics is 'glaciers' (Geography). Glaciers are defined as 'big rivers of ice, water, and rocks' and students are told that 'the ocean liner Titanic sank because it hit an iceberg' (50).
Additionally, some topics are shared across series. For example, the topic 'glaciers' appears in Series A and D, 'energy resources' in Series A and B and 'fashion' in Series B and C. Furthermore, the same topics may appear in the CLIL section of one series and in the 'Culture' section of another. This could be exemplified through how facts about the history of the USA are interpreted. For example, while Series A presents basic information under the title 'Early US history' in More! 4 (pages 12Á13), Series B systematically includes this under a section entitled 'General knowledge integration', which emphasises culture from inner circle countries (Rajagopalan 2004) . Additionally, both the CLIL section in More! 2 (pages 
Types of activities and language skills
Overall, the CLIL sections in Series A and D include activities for the development of listening, reading, speaking and writing. Series B and C do not include activities for listening. Table 3 presents the total number of activities, which develop the skills mentioned above. The activities come from the students' book as well as suggestions found in the teacher's book. By 'activities' I considered all those that involved interaction with the input presented. Activities were connected with a language skill and varied in the level of cognitive engagement required. Table 3 shows that reading skills are prioritised in CLIL activities. Exceptionally, only Series D acknowledges this feature through the explicit clarification that reading is the focus of the CLIL section. Work on reading is usually followed by writing, speaking and listening in terms of CLIL-related skill priorities.
Since reading predominates, its relation to what students are asked to do becomes important. Table 4 indicates the number of activities (n) and the percentage they represent in terms of cognitive/thinking skills in each series.
The table shows that reading activities only involve lower-order thinking skills, 'remember' in particular. What should be remarked is that under this process all questions are explicit Á the answers are easily recovered from the texts. For example, in Champions 1 (page 64, Series C) young students read that 'The Oscar Niemeyer Museum in Curitiba is like an eye'. The second question in the activity below the text is: 'What does the Oscar Niemeyer Museum look like?' The same level of explicitness is replicated in subsequent volumes for more advanced learners in the same series. In Champion 3 (page 64, Series C) there is a text with the following sentence: 'Homer, a famous Greek writer, wrote two poems called The Illiad and the Odyssey'. The first question in the read-and-answer activity is 'Who wrote The Illiad and The Odyssey?' The same features for reading activities are also found in listening activities. In More! 2 (13, Series A), students hear that 'the government in Britain started to ask Americans to pay money, taxes'. Students are then asked to determine if the sentence 'Americans had to pay taxes to Britain' is true or false.
With regards to text types for reading and listening activities and following Coyle, Hood, and Marsh's (2010) classification, Table 5 represents the number (n) of text types used across the CLIL sections and their respective weighting in percentages. Results reveal that continuous texts and artefacts/visuals (especially pictures for labeling), which include artwork, are by far the most used.
While reading and listening feature continuous texts and visuals to engage students in lower-order thinking tasks, speaking development offers opportunities for higher-order thinking tasks. With the exception of Series C, the other series feature speaking activities after reading and listening activities, and in combination with writing skills (see below). While the writing activities include description, narration or creation, speaking activities range from lower-order thinking tasks such as predicting or roleplaying to higher-order thinking tasks such as discussion or evaluation. For instance, Upbeat Intermediate (77, Series D) asks students to work in pairs or groups to choose one of the featured charity organisations and decide how they would like to help. The development of writing skills is usually found in the 'project' suggested at the end of the CLIL section in Series A, B and C. Series A and C appear to equate 'project' to writing skills. Teachers who use Series A and C are encouraged to promote collaborative work among students. Most student productions such as posters, leaflets, report or magazines seem to be for display. In More! 2 (93, Series A), students are asked to 'write a short summary of a book that you have read and enjoyed'. Series B features a slightly different view of project work since it involves finding information, writing, producing a poster and making a group presentation in front of the class. While these three series often ask students to produce isolated paragraphs or posters, Series D includes the writing of diaries, descriptions, blogs, articles and letters. As regards cognitive processes, all the activities found in the four series are examples of Bloom's UNDERSTAND and CREATE categories since students are frequently asked to describe and compare, or narrate and produce.
Finally, while grammar is not highlighted, vocabulary does play a role. Series A, B and D offer a vocabulary box on top of each CLIL section. Only Series B contains activities such as sentence completion or labelling. These are normally simple regardless of the level in the series. For instance, students are asked to label pictures such as a computer (Insights 1, 33) or an ear (Insights 3, 41) using the words provided. However, Insights 3 also includes complex vocabulary-related activities such as 'find a word in the text for each definition' (113). 
Discussion
The aim of this paper is to investigate how CLIL is included in General English coursebooks marketed in EFL contexts such as Argentina. In general, Series AÁD are advertised as having a CLIL component through varied forms and terms. However, less than 10% of these series is devoted to the integration of curricular content and language (Table 1) . Nonetheless, content is not limited to the CLIL component as it reappears in other sections such as 'culture', 'general knowledge' or 'real life issues'. This diversification may suggest that according to Series AÁD's authors, content in the CLIL classroom or the L1 school curriculum does not involve culture (this in fact represents the USA or UK), general knowledge or issues such as gender equality.This practice is in sharp contrast with Coyle's 4Cs Framework and her view of culture penetrating all aspects of CLIL pedagogies. It may also reflect an encyclopedic view of a school curriculum for the textbook authors, who do not seem to be aware of how new contents and current issues are part of L1 syllabi at least in Argentina.
Series AÁD appear to be stable in terms of their layout and foci. Under the light of the responsiveness principle (Evans, James Hartshorn, and Anderson 2010) presented above, the subjects found in the CLIL section appear to be successful (Table 2 ). Nevertheless, their contents are trivial and not linked to any school context thus projecting a context-free school curriculum that makes weak links with a real L1 curriculum. Furthermore, the principle of cohesion is not exercised as each CLIL section does not show topic/subject sequence or increasing complexity since one section could be about glaciers and the following could be about the history of fashion with the same type of texts and activities across a single series. Although reduced topic coherence and sequencing is also a feature among most ELT global coursebooks, 'CLIL'-oriented series fail to innovate by offering focus, coherence and development to the organisation of the topics they include.
Regarding content and language integration, the target of the series and the input offered in the series indicate that secondary school students whose level of English is not highly proficient are expected to be given diluted content through undemanding texts. In this respect, students with a low level of EFL are treated as students with low cognitive abilities. Such a limited scope for students' development also materialises in skills treatment across the series (Table 3) . Attention to reading skills in languagedriven CLIL is common to all four series. Nonetheless, reading is developed at the expense of other skills. Listening in particular is downplayed and therefore we may conclude that CLIL may be equated to the reading of trivialised content when, in fact, secondary school students may demand complex texts and significant listening development through authentic sources (Banegas 2013) . This exposes the poor response of international CLIL-oriented coursebooks to weak forms of bilingual education (Baker 2003; Leung 2005) .
The data presented in Table 4 testify to the consistent lack of challenge throughout the four series. Activities for skills development, particularly reading, mainly promote lower-order thinking skills with interspersed speaking tasks involving higher-order thinking skills. In this respect, the overwhelming presence of continuous texts (Table 5) does not guarantee an increase in content since texts frequently have the same length. Furthermore, this aspect reveals the unbalanced nature of sources of input and the extent to which visuals are not considerably exploited. Rather than being useful tools to scaffold learning, visuals and artwork are employed to make the series cosmetically attractive but devoid of serious educational potential.
Despite the shortcomings discussed so far, project work, although associated with writing skills, is seen as a channel for language-driven CLIL explorations. Project work in Series AÁD emphasises collaborative and autonomous learning since students are asked to search for information outside the classroom and some tasks include the design of posters, PowerPoint presentations and magazines in groups.
Overall, CLIL is included as an approach that is peripheral or 'extra' in international General English coursebooks. While subjects may resonate with an L1 curriculum, its topics do not necessarily respond to the actual, complex contents in secondary education. Furthermore, CLIL is equated to trivial reading and unchallenging activities that students may complete without engaging with the texts included at length or in depth.
In relation to language learning, it may be claimed that because grammar is not treated separately, vocabulary may appear in boxes, and there is a correlation between the topic and language focus of the units preceding the CLIL section, and there is an attempt to integrate language and content learning. Nonetheless, shallow topic treatment and the minimal cognitive challenge underlying activities may indicate that the authors of Series AÁD do not believe that learning content in English could help develop language since the CLIL section does not promote cognitive development at a higher level. For CLIL to be successful, topic treatment, sources of input and activities should be complex and correspond to the cognitive stage of secondary school students regardless of their English proficiency.
What in principle appears to be a genuine interest in infusing curricular content into the EFL lesson, may result in the artificial superficial naming of a coursebook as 'CLIL-driven' or in the use of CLIL as an extra approach, which cannot be independent or self-contained. CLIL is included as an extra section characterised by oversimplified content or the teaching of familiar content and shallow activities that do not correspond to any L1 curriculum or the cognitive development of potential users. This type of CLIL inclusion is not a fair representation of Cummins' BICS and weak bilingual education. Along these lines, it could be argued that naming a section 'CLIL' does not constitute a serious and innovative integration of content and language, but rather a half-hearted investment that cannot realise its intended benefits. In fact, following Coyle, Hood, and Marsh's (2010) suggestion that CLIL is not about reteaching familiar content, I believe that what appears in these sections should not be considered as CLIL per se. The suggestions by Evans, James Hartshorn, and Anderson (2010) , Mehisto, Marsh, and Frigols (2008) , Wolff (2010) or Coyle, Hood, and Marsh (2010) need to be incorporated if coursebook publishers wish to reverse this tendency.
I argue that such an erratic incorporation comes from the fact that CLIL remains underdefined (but see Dale and Tanner 2012 or Llinares, Morton, and Whittaker 2012) and that for market reasons, publishers overstretch the scope of CLIL and forms of bilingual education, creating confusion among practitioners and school administrators and undermining CLIL's intended benefits in the classroom.
Conclusion
Coursebook production for the international market is a commercial activity that needs to capture, follow, meet and create new demands in second language learning. Hence, the acronym 'CLIL' is incorporatedas a brand name but there seems to be little evidence of genuine innovation or development in CLIL-related coursebooks.
The content component of the integration should be intimately related to the L1 curriculum not only in terms of subjects, but most importantly in terms of topic complexity and cognitive development (Wolff 2010) . It is my view that CLIL needs to be narrowed down and further contextualised for specific educational settings. It is moreover time for international publishers to reconsider the promotion of coursebooks as 'CLIL-oriented' when in fact there are few responsible curriculum links for the settings in which they are adopted (Moirano 2012) . In order to achieve responsiveness, language-driven CLIL materials, envisaged as scaffolds for weak bilingual education, should be locally produced as a joint enterprise between publishers, curriculum designers, content teachers and teachers of English so that contents accurately reflect the complex curricula of secondary education. There nonetheless needs to be a careful programme, which allows students to move from BICS to CALP through formal education. Future studies may investigate other types of CLIL materials, including teachers' materials and other CLIL-oriented coursebooks, and their deployment in classrooms in different educational settings.
